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PART ONE 
Evaluation:Principles and Practices 
, .; 
EVALUATION: A GENERAL STATEMENT 
--
The experience of having their school 
progress evaluated represents one of 
the most influential factors in 
children's development. The manner 
in which their perforn1anc.e is 
e v a 1 u ate <l · de t e rn1i n es , to a great 
c~xtcnt, whether children will strive 
for real understanding or be content 
with men1oriz ing answers; whether they 
will decide that honesty is the best 
policy, or that cheating will 
i1nprove scores on a report card; 
whether they will learn to evaluate 
their own progress, or depend upon 
the teacher to tell them that they 
have passed or failed; whether they 
will view evaluation as a helping 
procedure that motivates them to 
further lcarnlng, or dread it as an 
ohstac:ll' to enjoyable learn:lng 
experient:l'.S. 
While acknowledging the 
contributions of our predecessors, 
we must also recognize th£\ liraitations 
of .,ast evaluative pr act ices, many of 
which were based on the idea that 
learning consists primarily in the 
acquisition uf facts. EvaJuation 
was thl't·efore limited to paper and 
penc .i 1 t PS t s . Wt_' have, however, 
modifit..}d and refined our tcchniquPs 
according to instructional and 
evaluation practices that have grown 
out of the latest research in the 
psychology of learning, and in 
response to a changed and 
ever-changing society and a better 
understanding of the nature of the 
child. 
To us, the t e t,n "evaluation" 
slauuld refer to the accumulation of 
comprehensive evidence conc.erning 
the abilities, strengths, and problems 
of children. This evidence is 
compiled through both informal and 
formal procedures - by means of 
diagnostic, formative, and summative 
evaluation. We must promote 
evaluation procedures that enable us 
to provide curriculum experiences 
that accommodate the readiness levels 
and developmental needs of children. 
The use of the term "evaluation" 
does not, in any way, discount the 
value of educational measurement. 
Evaluation is more inclusive than 
measurement. Measurement is 
restricted to the quantitative aspec t :·_; 
of education, whereas evaluation 
includes both the quantitative and 
qualitative aspects. Furthermor~ , 
t.\valuation uses the information 
obtain~d through ~easurement. What 
should we do with the information 
gained on a sumrnative report? We 
must make it the basis for continuous 
student and curriculum improvement. 
The purpose of this paper is to 
consider ways of evaluating the 
language arts processes of reading, 
writing, listening, and speaking. 
Language Program Coordinators are 
asked to use these guidelines as 
they initiate discussions with 
teachers, and as they develop 
practica~ ~valuation Erocedures that 
teachers can use in the classrooms. 
Teachers need to build a file of 
their own evaluation techniques, 
tests, checklists and so on, from 
which they can draw when the need 
arises. Teachers working together 
with the coordinator, with the 
school principal, and with each 
other, can do the practical job for 
which this package gives direction. 
Commercial textbooks, Teacher 
Manuals, and commercial tests help, 
but they can never match the 
contribution of teachers, who know 
both children and the prosram 
objectives. 
During inservice sessions on 
evaluation of the language arts, 
the point should be emphasized that 
students' success in any subject 
area depends largely upon their 
reading and writing skills. 
Subject area teachers (and in 
elementary school the subject area 
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teachers are usually the language 
teachers) should give attention to 
the particular reading and writing 
problems related to curriculum areas. 
The teacher of language arts should 
. i . 
provide extensive practice in the 
various types of reading - functional, 
developmental, literary - and in the 
various modes of writing - expressive, 
transactional, poetic - to ensure 
that students are able to apply 
their reading and writing skills to 
a wide varil•ty of probletus and 
subject matter. ln the elementary 
school, language evaluat iun n1atcrial 
should include passages from subject 
areas as well as from basal readers 
and literature. It should be 
remembered that reading, writing, 
listening, and speaking have no 
content of their own. We must borrow 
content to test how well students 
have acquired a grasp of the language 
processes. 
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PfN-POfNTINC: SOME PRlNC[PLES OF EVALUATION 
-·--- - ~- .._... _____ _ 
Uses of ·information (for children, teachers, and parents) 
• To enable the teacher to provide 
educational experiences appropriate 
to the child's level of ability and 
developmental needs. 
• To motivate learning by furnishing 
students with information concerning 
their success in various areas of 
the curriculum. 
• To help students develop wholesome 
attitudes towards their strengths 
and limitations. 
• To identify and encourage creative 
talents. 
• To develop critical thinking. 
• To give students experience in 
evaluating their own progress. 
• To furnish teachers with a means 
of appraising teaching methods and 
textbooks. 
• To monitor the progress the school 
program is making toward the 
achievement of the accepted 
objectives. 
• To promote home-school cooperation. 
Procedures Used (Diagnostic-for111ative-sununat1.ve evaluation) 
• 1\necdotal records 
• Oral quizzes 
• Intervjews 
• Questionnaires 
• Conferences 
• Teacher-made tests (Group and 
Individual) 
• Stored samples of written work 
• Checklists 
• Report cards 
• Cumulative records 
• Intelligence tests 
• Standardized achievement tests 
• Teacher/peer/self-evaluation 
using checking and established 
criteria 
• Parent involvement 
Factors Evaluated (The child learns with all that she/he is) 
• Intelligence • Attitudes (towards self, others, 
• Achievement 1n curriculum areas; and events) 
Process and product • Self-expression 
• Personal-social development • Work-study habits 
• Physical status • Critical and creative thinking 
• Interests • Home and ccimrit"nity backgrounds 
EVALUATING WRITING . 
Introduction: Diagnostic, Formative, 
Summative 
The evaluation of writing is the most 
difficult task for the teacher of 
English. In evaluating the writing 
of our students, we are assessing 
more than their grasp of a program: 
we are really evaluating the students 
themselves. Ability and growth in 
language are closely related to 
personal growth. Language symbolizes 
the child's thoughts, desires, and 
beliefs. As teachers evaluate 
language usage, they are faced with 
the inherently difficult task of 
evaluating the thoughts, desires, 
and convictions of the writer. 
Consequently, schools frequently 
take the easy way out and use narrow, 
mechanical evaluation schemes which 
tell little and help not at all. 
Teachers' responses to student 
writing is a most important 
component in the Language Growth 
program. We can no longer be 
satisfied with merely assigning a 
final grade, but must instead view 
our response in a much broader 
evaluative framework. Certainly a 
great deal of emphasis will be 
placed on the individual conference, 
since it is here that evaluation -
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diagnostic and formative - really 
begins. Here, too, is the opportunity 
for the teacher to personalize 
responses to writing, to support and 
encourage the child's attempts at 
meaning, while at the same time 
drawing attention to areas which need 
improvement. 
Evaluation, then, should be 
d.i.agnostic and formative, providing 
infonnation on what is necessary for 
students' further improvement in 
writing; it should also be summative 1 
providing information about student 
achievement and program effectiveness. 
Diagnostic evaluation helps to 
determine the specific writing needs 
of children. For example: do 
children have difficulty with writing · 
a story in suitable sequence? Is the 
meaning clear? Does it bring a 
message to the reader? 
Formative, or ongoing, evaluation 
provides information about the 
progress o·f the program as a whole 
toward certain objectives. For 
example, are children learning to 
work within the steps of the writing 
process as presented in Language 
Growth? 
Summative evaluation is conducted 
at the end of the school term, or of 
the school year, and gives information 
about how individual students have 
progressed in relation to course 
objectives. If diagnostic and 
formative evaluation have been 
carefully promoted by the elementary 
school teac~er, summative evaluation 
should prove a relatively easy task 
and should enable teachers to report 
to parents in a clear, precise, and 
meaningful way. 
Evaluation, then, has three 
purposes: (l) to deternaine what 
needs to be taught t.o the class as 
a whole and to individuals within 
the class (on a one-to-one or group 
basis); (2) to provide both a 
personal focus for the individualized 
di.scussion of student work and the 
opportunity to encourage and promote 
progress through such conferences; 
as well as to provide the opportunity 
to make both critical analyses of 
student work and suggestions for 
improvement; (3) to record and report 
progress to parents and to the 
administration on a regular basis. 
Sununative Evaluation: A Four-Part 
Format 
Language Growth suggests a four-part 
format for recording and reporting 
on children's writing in Grades IV -
VI. The evaluation ~esign is very 
clear. The various methods that may 
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be employed by teachers as the 
design is implemented are not 
spelled out; procedures can be 
discussed and agreed upon in teacher 
inservice, or through 
teacher-coordinator and teacher-teacher 
sharing. 
The student should receive an 
evaluative comment, mark, or 
letter-graoing for each of the 
fallowing areas: 
1. Tc.rm·' s. Writing Prod.uction. The 
teacher re-reads the student's 
file in which samples of "published" 
and exploratory pieces of writing 
are kept. The teacher grades each 
production - by comment, number 
mark, or letter grade. 
2. Independent Writing. The teacher 
takes the student through the 
ere-writing stage of the topic. 
The student then completes the 
first draft and revises and edits 
independently. This exercise may 
be considered a basic "test" 
format. as lt gives the teacher 
the opportunity to look for those 
features of revising and editing 
that have been taught, as wel l as 
for conventions already covered 
with the class. This independent 
writing may take place one or more 
times each term, and is graded 
accordingly as part of the 
student's sununative record. 
Before the exercise begins, 
teachers may wish to inform the 
class of those features that 
will be included as part of the 
evaluation. 
3. Revising ~nd Editing. This area 
of the writing process is, 
perhaps, the most difficult to 
both teach and evaluate. The 
simplest procedure for evaluation 
purposes may be to have the 
students choose a finished piece 
of writing from their Writing 
Folders and attempt to improve 
it through further revision and 
editing. Or, teachers may wish 
to devise methods of revising 
and editing as each assignment 
is being done. Peer-editing may 
be another method useful for 
evaluation purposes" 
4. ~nowledge o~ Convention~o A 
teacher-made test can examine 
the student's knowledge of 
conventions of writingo The 
teacher must therefore keep a 
record of those conventions 
taught. Again, a regular "test" 
procedure may be used here. 
Writing convention~, however, 
are realistically evaluated in 
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the revision and editing of a 
student's work. 
This four-part format is then 
converted to a single letter or 
number grade, depending upon the 
system used by district or particular 
school. 
Since Lang~ag~ Gro¥th emphasizes 
process towards h.etter product, both 
process and product must be evaluated. 
It is in giving detailed attention 
to the process of writing that the 
teacher gathers a store of information 
to assist in the summative evaluation 
of each student. 
Recommen.ded Evaluation ,Tech.niq.u,es 
1. The ~riting Folder 
This technique greatly assists 
the type of evaluation recommended 
in Language qrowt)l. Students 
must preserve samples of "published" 
and exploratory writing in a 
writing folder or large envelope. 
Every four or six weeks, two or 
three pieces each of published 
and exploratory writing might be 
added to the folder. At the end 
of the year, the folder will 
include many representative 
pieces for use in end-of-the-year 
reporting, and will then go with 
the student to his or her new 
l The folder wlll he a c ass. 
primt' source of discuHsion among 
t t ... ac.he rs as t ht'Y asBess a 
student's readiness for a new 
grade. (The Grade IV teacher, 
for example, should discuss each 
child's performance, in light of 
his/her collected written work, 
with the Grade V teacher at 
school's closing. 
The folder should be brought 
to parent-teacher conferences. 
Parents should understand its 
value. Parent meetings are a 
"must" as far as Language Growth 
is concerned, for parents must 
understand the program. 
2. The Writing Conference 
This is an excellent way to give 
a student individual help. 
Teachers and students can discuss 
the student's folder during 
conference time. The conference 
makes the tf'·1chcr morl~ aware of 
the student's writing competencies 
and/or problems, and provides 
information of tremendous help in 
recording and reporting progress. 
A positive attitude should pervade 
all conferences: the student must 
be encouraged to keep trying. 
3. Self-Evaluation Checklists 
Th~ teacher can help the class to 
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make these checkl_ists. (Each 
cht.~cklist can he discussed with 
individual students at 
conference time.) The checklist 
should be kept in the Writing 
Folder. Checklists should 
contain questions on meaning and 
form. For example: 
Is there meaning in what I have 
written? Does it send a 
message to the reader? 
- Is there meaning in each 
sentence? 
- Did I stay on the topic? 
- Are my ideas in logical order? 
- Did I use punctuation correctly? 
- Have I capitalized names, 
titles, and first words of 
sentences? 
- ·Have I checked spelling? 
- Did I finish my story? 
* A very good inservice activity 
has teachers in IV-VI construct 
such self-evaluation lists. 
They will then have the skills 
to help students compile such 
lists in (: ~ <lSS. 
4. Teacher Checklists 
These lists are tremendous ~ids 
at summative evaluation time. 
Checklists are made for individual 
students, of course. The time 
they take to make is time well 
spent. 
5. The Writing Clinic 
This technique helps students 
deal with revision and editing 
during the writing process. 
Some students will offer their 
writing for general discussion. 
So that everyone can see the 
examples clearly, copies should 
be made on the blackboard, on 
charts, or on overhead 
transparencies. Children learn 
to share ideas and to develop 
ways of talking about language, 
and with teacher help become 
aware of what constitutes good 
writing. 
Checklist for Conventions 
Simple performance charts may be 
designed and maintained by the 
student for recording points of 
grammar and writing mechanics. 
These may be kept in the Writing 
Folder as a measure of progress. 
Writing Checklist 
(Ability Scale: 1-5 low-high) 
Criteria Selected: 
1. Sentence structure: no run-on 
or incomplete sentences 
2. Agreement of subject and verb 
3. Consistency and use of correct 
punctuation 
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L•. Errors ·fn spel1 ing of common 
words 
5. Others (specify) 
A note on spelling: Spelling is 
often treat ed as a separate, 
individual area for evaluation and 
reporting purposes. Lansu.age _ Growth 
does not share thi.s view. Rather, 
spelling is viewed simply as part o f 
the writ .lng exerc ist:~ , a particular 
writing skill that develops as 
language learning its.elf de velops. 
Spelling competence is a deve1opn1t!nlal 
process and :lts acquJsi.tion is best 
illustrated through the child 's 
writing efforts. The basis of any 
sound classroom spelling program 
will be those words that arc most 
meaningf~l to the child because they 
arise from the needs of the child~ 
The spelling text must be looked 
upon as a resource base from which 
meaningful vocabulary and those 
exercises most bene ficial for skill 
develop1nent may be drawn. Word 
lists provided in the spelling text 
must be viewed as supplements to 
the vocabulary gathered from the 
chi.Id's total language environment, 
and especially from his or her daily 
writing activities. 
Criteria for Content 
-------,--,--
An analytic scal e may appear in the 
f o l I owing palt<!rn: 
[de as 
Organization 
Diction 
Style 
Usage 
2 . \ I~ ,..) 
l ') .:.. 3 4 r) 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 s 
One final aspect of the total 
evaluation pror~~~ is holistic 
mnrk:lng. Holi.stlc marking procedures 
can p rovi <lL~ a VL' ry va 1 uah le too I for 
grading studt~nt wr lt ing. ~anguage 
Growth emphasizes writing and lots 
of it. Given the amount of writing 
that will take place in this program, 
teachers must be aware of those 
procedures that ensure the continuity 
of evaluation of writing pieces. 
Using the holistic n1ethod, the 
teacher responds to the entire piece 
of writing instead of separate 
features, and assigns only one mark. 
This ffi(: .. thod can also ht:~ used to help 
establish grading ~;tandards and to 
mitigat:t~ the problem of subjectivity 
in the evaluation process. Teachers 
con1e togt.~ther to evaluate several 
pieces of writing, to design 
evaluation criteria, and thereby to 
share t.·valuat ion techniques and 
features ,while establishing standards. 
It must be remembered that the 
~iality of the writ .log is being 
evaluated, not its surface features. 
') 
Thus, standards for what 
represents an "/\" or "B" or "C" c _an 
be established within each class 
and grade level. Periodic reviews 
of such procedures might be necessary 
throughout the school year. 
EVALUATING READING 
Determining and stating clearly what 
is to be evaluated is a priority 
task in evaluating reading. What 
art' the processes and skills for 
whi.ch learning opportunities must be 
provided within the Grade IV - VI 
reading program? When teachers know 
what these are, they have much of 
the content for a good evaluation 
design. 
The following list is an outline 
of language processes, ideas, and 
skills that comprise the elementary 
reading curriculum. A basal series 
is not the reading curriculum; it 
helps children develop the reading 
competencies that they sl!ould_ .. ..hav_e._ 
~--~.<:t~!.~ ,~~._Ey the end of elementary 
schooling. The list that follows, 
then, is intended as a teacher 
planning and evaluating guide, not 
as a checklist of skills to b 2 
mastered by every child. The topics 
are not listed in any particular 
sequence. There is no precise 
hierarchy of reading skills for the 
elementary school. Teachers in 
each grade must interpret the list 
according to achievement levels, 
needs and abilities of their 
' 
students. They will select from the 
list appropriate material for a 
particular grade, building upon the 
children's previous reading 
accomplishments. 
It is not only growth in reading 
processes and skills that elementary 
teachers must nourish and evaluate, 
but also growth in sensitivity - in 
awareness of the nature, feelings, 
and roles of oneself and of others. 
Fro1n the language creations of others, 
fron1 the literature and drama they 
explore, students should derive 
knowledge of life and its problems, 
and learn how others -cope with these 
problems. From their own language 
creations, discussions, and personal 
experiences, children's knowledge, 
opinions, and feelings can be shaped, 
focused, and made meaningful. 
Teachers must never forget that 
reading is an affective process as 
well as a cognitive process. 
Processes and Skills 
• Recognizing author's intention 
• Bringing prior knowledge to the 
printed page 
• Knowing when to skim and when to 
read intensely 
• Attending to form and format 
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• Increasing rate of, and with, 
comprehension 
• Raa<llng for a purpose 
• Discerning main i.deas 
• Noting specific det~ils 
• Extending vocabulary 
• Recognizing cause and effect 
• Understanding sequence 
• Comparing 
• Classifying 
• Predictlng 
•Questioning critically 
• Imagining 
• In f (.l r ring 
• Developing word attack skills 
• Recognizing prejudice, propaganda, 
and bias 
• Differentiating between fact and 
opinion 
• Summarizing a paragraph or 
select ion 
• Understanding and using specific 
research skills involving: 
- Table of Contents, Index, Glossary 
- Dictionary 
- Bibliography 
- Library catalogue system 
- Maps, graphs, and charts 
• Applying skills through literature 
study: 
- Form, theme, setting 
- Plot development 
- Characterization 
- Descriptive terminology: e.g., 
metaphor, conflict, climax 
- Responding and valuing 
l n a mean i.n g-~en t red rl'ad in g 
program (requis.i.tc in the Province's 
schools), comprehension ability should 
be the focus of the reading 
evaluation Jesign. Comprehension 
ability falls into three categories: 
Literal Level (a necessary first 
step) 
- reading the lines; . retelling 
- reading and following directions 
- f lndi.ng facts 
- listing details 
- classifying 
- sequencing 
finding the main idea 
I.nterprctive Le~vel (reading 
between . the lines) 
- predicting outcomes 
- making inferences 
- perceiving cause-and-effect 
relat.lonships 
- making con1parisons and contrasts 
- using cont,xt clues to attain 
meaning from a difficult 
sclec.t ion 
- drawing conclusions 
- identifying plot elements and 
character traits in a literature 
selection; reacting, valuing 
Critical and Creative Reading 
Level (reading ht'yond the lines) 
- intt'rpreting figurative language 
- detect lng bias, prejudice, and 
propoganda 
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- reacting personally to a 
selection by giving opinion, 
making judgements, and valuing 
detecting mood and purpose 
- differentiatJ.ng between fact 
and opinion 
- analyzing conflicting opinions 
- recognizing literary forms 
predicting endings of stories 
distinguishing between relevant 
and irrelevant information 
Effective Evaluation: What Types? 
What Practices? 
To be effective, evaluation must then 
consider comprehension: vocabulary 
development, study skills, ability 
to analyze words in context, critical 
and creative thinking, appreciation 
of a piece of literature, shifting 
gears in reading rate, record keeping, 
and reporting. If an evaluation 
design does not integrate these 
aspects of comprehension in a 
~ean.ing-centere.<l. program, it is of 
no value to the child, to the teacher, 
or to tl1e parent!:>. Teachers must 
remember, too, that as far as thP 
cognitive aspect of reading is 
concerned, they teacl1 and test_ for 
comprehen.sion, not memorization. 
Children should benefit from 
instruction and testing that 
reinforce the conviction that print 
should make sense, and that develop 
-------------------
the full use of language and prior 
conceptual knowledge in order to 
pro1note understanding. It is time 
wasting to devote much energy in a 
reading test to structural analysis 
of words, (e.g. , adding "ly" or "ing" 
to word parts), or to the discovery 
of consonant blends. Instead, 
teachers must · give tests that 
Ero~~ke chil~ren to think, ~ react 
to content, to find way~ to · de~l 
with speci·alized vocabule1;ry, and to 
use their r~ading~studi skills f~r 
the analxsis of informational 
passages. 
Effective reading evaluation 
involves the teacher in the following 
practices: 
1. Observation of: the children's 
("'-~ . . ... __ ..... -.. -----------
1 an g uag e facility; their use 
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\ 
and production of language; 
and their speech and usage in 
class discussion, conferences, 
and infonnal conversations l l }· ~ .. .l 
.. 1) r"-
about reading. 
Observation of oral reading 
in an audience situation. 
\
i .,: il~ 
' f ' / "' \ I . . I· / 
11 \" . t 
, "'\ . I , 
~ ! 
./ :. j' 
I 
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3. Discussion of the meaning the 
class gets from silent reading 
of the basal series, 
supplementary reading materials, 
and content area reading. 
4. Checking on comprehension· of 
~-
story content and of subject 
area content through use of 
papet-pencil tests, oral 
quizzes, and commercially 
produced achievement tests. 
5. Checking on children's records 
of boc)k-s they have read, poems 
they have enjoyed, and new 
words they have learned and 
liked enough to use in written 
work. 
6. Checking on children's ability 
to use the dictionary, library 
resources, and research 
techniques as required ln theme 
and text activities. 
7. Using research-tested 
techniques, (e.g., miscue 
analysis, cloze procedure, und 
the Informal Heading lnvl'ntory), 
to determine chjldren's 
reading growth. 
8. Recognizing that both reading 
competence and reading 
disability result from many 
factors and must, therefore, 
be analyzed in terms of all 
available information concerning 
the child's home environment, 
physical well-being, emotional 
adjustments, intelligence, 
maturity, and previous reading 
instruction. The child is a 
total .learner. The child 
reads with all that he or she 
The key to reading instruction is 
e.arly and accur.ate dia~nosis of any 
problems or potential problems. The 
most skilful and creative presentation 
of a concept is likely to fail if the 
ch j l d is no l y t..~ t r cad y l o ass i 111 1. lat c 
that concept. Diagnosts is the 
determinatfon of thL) specific needs 
of the individual at a given time. 
Diagnosis will ~how the student's 
independent and instructional 
reading levels. Suggested diagnostic 
techniques are: 
• oral reading tests (using miscue 
analysis) 
• infonnal reading inventories 
• interviews with in<llvldual 
stu<lenlti 
• attitude and interest 
questionnaire.s 
• checklists 
• cloze tt.'Sls 
• analysis of information gained 
from the previous school year 
(achievement tests, end-of-year 
reports). 
On-going or f_orn1at ive evaluation 
of students' reading con1petence 
providPs teachers wt.th vital 
information as the.y: asst.'!:>B the 
vnlue of strategies used; hul]d 
rapport with students and encourage 
them to he readprs who not only can 
but want to read; give helpful 
f c e db a ck ; in f o rn1 pa re n t s ah ou t. t he 
progran1 and their child's continuing 
progress; adjust the instructional 
program. Suggested techniques for 
on-gol~ evaluation are: 
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, . . . , .  
• m1sc.uc luvl.'nlor.ies (oral . reading) 
• . teacher-made silent reading tests 
based on skills taught 
• teacher-made cloze tests 
• student self-assessment with 
help of checklist 
• peer evaluation with help of 
checklist 
• five minute conferences held 
with individual students during 
the reading period 
• teacher checklists 
• reading contracts made with 
students 
• student records of books read, 
reports made, and of reading 
interests in curriculum areas 
(Student Reading Progress File) 
• questions at the levels of 
interpretation and reaction 
posed by the teacher during 
reading period and during 
instruction in content areas 
• observation by the teacher during 
the directed reading activities 
and during free reading time 
• on-the-spot evaluation of silent 
reading dul. iug the daily 
instructional reading time. 
(quick questions, quick tests.) 
Summative evaluation should build 
on all the information gained from 
diagnostic and formative evaluation. 
The following specific techniques 
should also be used during summative 
evaluation: 
• teacher-made tests (comprehension 
and vocabulary) 
• research projects that demand 
reading 
• lnfonnal reading inventories 
• miscue inventories 
• clozc procedures. 
Each of the three types of student 
evaluation discussed will provide 
us e ful and important information for 
th e students' parents. This 
i nformation will help the teacher to 
solicit parent involvement in, and 
understanding of, student progress 
as it relates to the student's 
ability to plan a future course of 
action. For these purposes, clear 
and simple statements of reading 
expectations (objectives), good 
re cords (both anecdotal and 
quantitative) of achievement, and an 
adequate sampling of the student's 
achievements (tapes of student 
reading, samples of completed 
reading tests) are very important. 
Reading Evaluation Technigues 
Recorde d Observation 
---------
The t e acl1er's observations of 
children's language fac i.lity - their 
14 
reading, speaking, listening, and 
writing prar.tices and performances -
is the backhone of the language 
evaluation program. The teacher's 
observations givC' c lues to a child's 
ways of thinki.ng and reasoning and 
to prohlf'ms the child (~ncounters 
with a page of print. Keen 
observation by thP concern e d teacher 
-----....... ........ --
is the hcst way to f lnd clues to any 
reading difficulty a child may have. 
Teachers should record their 
observations. Teachers son1etin1es 
worry ove r the subjt:'c tive decisions 
that recorded observation deinands. 
Teachers shoul d be encouraged to 
realize that they are professionals 
and that the judgements they make are 
the result of careful training, 
practical e xpe rience, an<l informed 
insi.ght. If teachers are continuously 
building on the.ir knowl e dgv uf the 
child and the reading process, and 
if they value each child's worth, 
then they need not be concerned wit·h 
the subjectivity of recorded 
observation. A re ading checklist is 
one way to record observation. 
Anecdotal -~e_.£orts 
Anecdotal Report s provid e a 1nost 
valuabl e me ans o f apprais i ng the 
Language Arts and obj e ctifylng 
obs L~ r val ions. These are purely 
• 
... 
factual, unjudged descriptions of 
critical incidents that occur during 
a school term. Because of time 
limitations, teachers can usually 
collect ~1ecdotal reports only on 
those children who are experiencing 
difficulty in reading or other 
aspects of language or curriculum. 
The teacher's ability to detennine 
which incidents are most significant 
in the child's reading <levelopment, 
and to r~cord these incidents 
accurately and factually, is critical 
in the use of this evaluation tool. 
Cumulative series of anecdotes reveal 
a child's pattern of reading behaviour 
or any learning behaviour. They are 
of tremendous help to a teacher when 
the time for reporting to parents 
arrives. 
Oral Reading ·rt~~l (Use Mi~cue Analysis 
Techniques.) 
Oral reading should be part of the 
Reading Test package in Grades IV-VI. 
Oral reading for diagnosis provides 
the teacher with an opportunity to 
discover reading difficulties. The 
alert teacher can use oral reading 
to expose comprehension prohle~~' 
whether they be literal, interpretive, 
_criti.cal, or creatlve. Qucstlons 
shoul.d he asked of the reader after 
each oral presentation. Caution 
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must be exercised in deciding what 
constitutes a genuine oral reading 
error. Some miscues are more serious 
than others. It is not the number of 
mistakes that a child makes in oral 
reading but the type .of mis.take, that 
is significant. A child may be able 
to read seven pages without a miscue, 
but be unable to talk about the 
content of the selection read. 
e Can the child bring meaning to 
tt1e audience? 
• Is the meaning of the reading 
selection altered by the child's 
errors? 
• Can the child respond to 
questions at different 
comprehension levels? 
• Can the child get meaning f ron1 
the reading context if he or 
she cannot pronounce certai.n 
words? 
• Can the child make use of 
punctuation to communicate 
meaning? 
• Can the child read in thought 
units? 
• Can the child adapt voice to 
size of room and audience so 
that the audience gets meaning 
with ease? 
Miscue Analysis Procedures should 
comprise a positive and productive 
form cf evaluation for both student 
and teacher. They should be used in 
diagnostic, formative, and summative 
evaluation. These procedures are 
measures of comprehension, and do 
not merely grade the oral reproduction 
of the printed word. 
Silent Readins Tests 
The Cloze Technique 
a c 1 
Cloze is based on the assumptio~ of 
predictability in the English 
language. A reader confronted with 
a blank space in the middle of a 
sentence bases his or her response 
on contextual cues, on granunatical 
acceptability, and experiential 
background. The ability to provide 
the correct response is interpreted 
as a demonstration of the child's 
ability to read at, or above, the 
level of the material being read. 
This sort of conclusion is similar 
to the one sought through miscue 
analysis. The tester wants a 
meani,!lgful respon,se - comprehen.sion. 
It is not difficult to compile a 
cloz e test. Choose any reading 
selection (250 words or more), and 
replace every fifth or seventh word 
with a blank. Do not omit proper 
nouns or beginni.ng or ending words 
of sentences. Students are asked to 
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fill in each blank with a word that 
fits semantically and syntactically. 
(Do not use selections from books 
with which children are famili.ar. 
Unseen passages should be used.) 
Basal Reader Tests 
The basal series has an Evaluation 
Resource Book that helps teachers 
regularly monitor children's growth 
in all aspects of the Language Arts. 
Informal Reapi,ng _Inve.ntory 
(A modified form for a silent reading 
test) 
The Informal Reading Inventory (TRI) 
is essentially a selection of reading 
paragraphs graded in terms of reading 
difficulty. These selections are 
usually taken from a basal series, 
and are read aloud to the teacher. 
Comprehension - literal, interpretative, 
critical, and creative ~ is checked 
immediately. A score of 100% shows 
th~ passage to be at the child's 
independent level. A score of 75% 
shows the passage to be at the child's 
instructional level. Ease of 
vocabulary attack is also checked. 
(See Informal Reading Inventory 
diagram that follows.) 
This paper is suggesting that the 
informal reading inventory used to 
examine student readlng proficiency 
be adapted for the evaluation of 
silent reading. A few selections 
not n e ct.~ s ~;a r i l y f r om a has a 1 s e r i es 
but appropri3te to the .. rea<lahl.1 ity 
levels of children i.n the class 
can be used as partial contents of 
a silPnt reading test. Compreht·nsion 
shouJ d ht' checked in t ht~ same way as 
ou t lu. · or a 1 form of t hf' l R l , hut in 
this case, the student wi.1i write 
tht· answers. On any silent reading 
tpst, the rt· should be a place to 
cht:·ck important processes and skills 
relating to the developmental, 
functional, and literature components 
of the elementary school reading 
program. 
Standardized Reading Tests 
The st an<la rdized reading tt~s t .is the 
lt.~ast effective form of evaluation 
as it can give onl.y a blurred picture 
of a child's r• 'ad.ing status. If a 
sch o o l d is t r l c t us t ... s for ma l 
individual <lJagnostic evaluation 
that emp lays standard.i.zt·d tests, 
the testing shoul<l be carried out by 
someone who has been specifically 
trained in this area. The commercial 
standardtzt'd group Lest f s not 
intenrl(\d for individual <liagnosi.s; 
:l t t> ~ co r in g o f l n d l v i. <l u a 1 pc r form an c e 
is much ton Lmprt:•c i se to be used for 
accurate diagnosis or appropriate 
placement. 
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School districts may want to 
obtain an overview of student 
reading performance in their schools. 
For thf.s purpose, a random saE1ple 
will serve quite well. 
Summative Evaluation: What Formatr! 
The four-part format for the 
summat i.ve evaluation of i.1riting in 
Grades TV-VI is cuncise and eas.ily 
·,~·crimodates end-of-year reporting .. 
Teachers want such a format for 
evaluating rcadl.ng; i .n the light of 
what has been discussed in this paper, 
that format is not too difficult to 
pin down. The Division of Instruction 
suggests that the reading pilot 
teachers experiment with the following 
three-part for1nat in end-of-year. 
testing and reporting: 
1. Oral _Reading (Reports in content 
areas and/or in expressive writing 
and/or from selected passages .) 
ln grading, use miscue analysis 
techni.ques with an emphasis on 
meaning, clarity, and interest 
engendered in the audience. 
2. Sile~t Reading (75% of th~ 
grading is g lven tu this ar1~a. ) 
- developmental reading processes 
and skills 
func.t lonal skills 
- application of developrncn. La.1 
processes and skills to a 
literatur0 selection. 
3. Stude.nt 's. Reading Progress File 
The teacher grades the contents 
of the file by comment, number 
mark, or letter grade. (The file 
contains samples of reading tests 
given at diagnostic and formative 
stages, an interest inventory, 
student's chart and/or reports 
of books read, and student 
checklists.) 
This three-part format for 
evaluating reading is then converted 
to a single letter or number grade, 
depending upon the system used by 
the district or particular school. 
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GUIDELINES TO EVALUATE THE ENGI,ISH COMPONENT 
IN THE ELEMENTARY SCHOOL PROGRAM* 
NCTE Committee 
GENERAL ASPECTS OF THE LANGUAGE ARTS 
CONCERN FOR INDIVIDUAL AND GROUP 2. How does the program help students 
DIFFERENCES become aware of beauty? 
1. How· docs the program encourage 
The language arts program must be ~;ludents to expand their knowledge 
interesting to attract and involve of the world? 
students. 
1. What experiences which involve 
children's senses and physical 
activity are the major focus of 
the program? 
2. Ho~ are students involved in 
understanding the purposes for 
activities? 
3. How are students involved in 
setting their own purposes? 
4. What choices or options are 
provided for learning experiences? 
The language arts program must 
involve the affective domain of 
students. 
1. How are empathy a11d understanding 
of others encouraged? 
4. How does the program increase the 
students' ability to understand 
themselves and the world in which 
they live? 
Provisions must be made for individual 
and group differences. 
1. How does the program take into 
consideration the ethnic, racial, 
and cultural differences of 
students? 
2. How does th'-. ijrogram take into 
consideration tl1e social and 
economic differences among sturi~nts? 
3. How does the program take :..1 ·tt0 
consideration students' attitudes 
toward sex roles? 
4. How does the program take into 
consideration the dialect and 
*Developed by and reprinted . here with the permission of the National Council of 
Teachers of English. 
language background of students? 
5. How does the program take into 
consideration differences in 
ability and interest of students? 
Learning is accommodated b·est when 
there is an interrelationship among 
the various language arts of listening, 
speaking, reading, and writing. 
1. How are speakers helped to become 
aware of their audiences? 
2. In what ways do student audiences 
recognize their roles in the 
speaking-listening exchange? 
3. What opportunities are there for 
student writers to read their 
own products of writing as well 
as the composition of others? 
4. What is done to help student 
writers produce with readers in 
mind? 
Learning is accommodated when there 
is an interrelationship between the 
language arts and other areas of the 
curriculum such as sci·ence, social 
studies, mathematics, music, art, 
drama, physical education, and home 
arts. 
1. In what ways are other subject 
matter areas involved in developing 
the programs for language arts? 
2. How are the materials and texts 
of other subject -matter areas 
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used with understanding about 
language and thought development? 
3. How are viewing experiences used 
to develop language and thought? 
Children's literature must be an 
integral part of all the language arts. 
1. In what ways through listening~ 
reading, and viewing are children 
involved in knowing and enjoying 
children's books and their authors? 
2. What provisions are made through 
speaking, writing, or other 
expressive forms for children's 
responses to literature? 
A variety of media must be used in 
the language arts curriculum. 
1. How are media such as photographs, 
drawings, paintings, three 
dimensional obj~cts, film strips, 
and tape records used to enhance 
the curriculum? 
2. What is done to assure tha~ the 
media used is most appropriate 
for the activity? 
3. How are libraries and learning 
centers used as focal points . for 
small groups and individual 
learning activities? 
CONCERN FOR PRINCIPLES OF LANGUAGE 
LEARNING 
The language arts program must be 
based on how children learn language. 
1. How does the program reflect the 
latest scientific knowledge about 
language? 
2. In what ways do the activities 
planned for children reflect how 
language is acquired and developed? 
3. What is done to assure that 
information about language which 
is presented to students is 
consistent with the latest 
scientific knowledge? 
The language arts program must be 
based on how students develop thought 
processes. 
1. How does the program reflect the 
latest scientific knowledge about 
how thought processes develop in 
children? 
2. In what ways do the activities 
planned for children reflect how 
students learn and acquire 
concepts? 
3. In what ways does the program 
provide time for children's 
thought processes to develop? 
The language arts program must 
provide opportunity for application 
of learning. 
1. In what ways is consideration 
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given to the diversity of 
language experience? 
2. In what ways is consideration 
given to the diversity of 
language 'development? 
3. What provisions are made so all 
learning experiences are related 
to settings or concerns which 
children know and understand? 
CONCERN FOR OBJECTIVES AND EVALUATION 
Th\.!re must be continuous evaluation 
of the language arts program. 
1. In what ways is the language arts 
program evaluated? 
2. What provisions are there to 
evaluate on a periodic and regular 
basis? 
3. In what ways is the evaluation 
related to objectives based on 
concern for individual and group 
differences? 
4. In what ways is the evaluation 
related to objectives based on 
principles o~·· language learning 
and the thinking process? 
S. How are the methods evalt!at ed t..: c. 
see if they are suitable to the 
children? 
6. How are teachers involved in 
the evaluation of the program 
and in settfng significant and 
relevant objectives? 
7. How are students involved in the 
evaluation of their own work and 
in setting their own objectives? 
8. How does evaluation consider both 
cognitive and affective domains? 
9. How does the evaluation program 
relate to stated objectives? 
There must be continuous evaluation 
of materials and packaged units. 
1. How is the worth of commercial 
material determined? 
2. In what ways is there consideration 
of whether equally effective 
teaching can be done by less 
costly means? 
3. In what ways have the materials 
proved to be worthwhile for the 
students? 
4. In what ways do the materials 
contribute positively to the 
student's learning? 
5. How do the materials encourage 
language development in children? 
6. How do the materials encourage 
the development of thinking in 
students? 
7. How do the materials encourage 
creativity in students? 
8. How do the materials make 
provisions for individual needs, 
interests and personal choices 
for the students? 
9. How do the materials create 
curiosity in the students and 
encourage independent activity? 
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10. How do the n1aterials encourage 
further exploratlon so that 
students will want to study 
various aspects in greater depth? 
11. In what ways are the materials 
consistent with current knowledge 
in the field of language and 
language learning? 
12. What evidence is there that the 
materials have been written with 
concerns for ·growth and 
development? 
13. How do the students show that 
they are interacting with 
materials? 
14. In what way are materials 
assessed on the basis of content, 
au_thent icity and accuracy? 
15. In what way arc materials 
assessed to avoid stereotypes 
or misconceptions about ethnic, 
cultural, racial or sex groups? 
16. What is done to make sure that 
a wide range and variety of 
materials is available? 
17. What is done to make sure that 
trade books or multi-texts .are 
used whenever possible in 
preference to a single text or 
program for all students? 
18. How are the materials assessed 
to see that they are appropriate 
for the linguistic and ·cognitive 
development of the children who 
use them? 
~~~------------------................ .. 
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LISTENING 
Listening activities must attract 
· and involve students. 
1. What is done to assure that an 
appropriate amount of time is 
given to listening activities? 
2. What provisions are made for a 
variety of listening activities 
with one or two other children, 
in small groups, or in large 
groups? 
a. What provisions are made for 
listening to recorded 
materials that include both 
visual and non-visual 
experiences? 
b. What provisions are made for 
listening to selections read 
by the teacher, other adults 
and other students? 
c. What provisions are made for 
listening to stories told by 
the teacher, other adults and · 
other students? 
d. What provisions are made for 
listening during field trips, 
programs and other audience 
settings? 
3. How is listening outside of school 
encouraged and integrated into 
the instructional program? 
a. What opportunities are there 
for students to interview 
parents, siblings, community 
leaders, and others and share 
what they have learned f rorn 
classmates? 
b. What opportunities are there 
for students to report about 
games, trips, television 
shows, radio programs, plays, 
or concerts? 
4. How are students involved in the 
selection of the musical records, 
narrative records, and tapes they 
wish to use? 
A variety of experiences must be made 
available for listening related to 
the social, cultural, and economic 
differences. 
1. In what ways are field trips and 
other investigative experiences 
planned to enhance awareness and 
understanding of others? 
2. In what ways are books, stories, 
records, tapes, and films related 
to the backgrounds and experiences 
of the students? 
Once students are comfortable in 
their learning environment, listening 
experiences should be planned to help 
them expand their background and 
experiences. 
1. How are language differences 
introduced? 
2. How are cultural differences 
introduced? 
3. How are new con.cepts and ideas 
introduced? 
Listening experiences n1ust be based 
on how students learn language. 
1. How does the curriculum present 
the target language or dialect 
as an alternative form without 
stressing its superiority? 
2. In what ways are students provided 
with listening experiences which 
introduce a wide variety of 
language styles and dialects? 
a. Are experiences with formal 
and informal language 
differences provide·d? 
b. Are various dialects provided? 
c. Are the language styles of 
different ages groups 
provided? 
3. If the language or dialect of the 
student is different from the 
language or dialect used by most 
teachers, what activ·ities are 
provided to help the student 
gain receptive control over the 
target dialect or language before 
other kinds of pcrf ormance are 
expected? For exa1nplc: 
a. Are musical and narrative 
records and tapes representing 
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a variety of diall.'cts 
available? 
b. Arc th er•.~ varied 1 ist ening 
experiences with peers who 
s p ('a k the t a r g c t di a l l' c: t or 
language? 
c. Art· there varied listening 
experiences with a<ltilts who 
spPak the target dial('C.t or 
language'? 
Listening Pxpe r lt~nc. es must be based 
on how students develop thought 
proct~sses. 
1. What opportunities are students 
given to learn through listening 
activities prior to the expectancy 
of achievement in other language 
arts areas? 
2. What opportunities are there for 
the stude11ts to learn to list Pn 
with an open mind? 
a. Arc group discussions 
encouraged ln w·hich positions 
may b.e questioned, compared 
and evaluated whether they 
are stated by an authority 
in a particular field, a 
teacher or a peer? 
b. Are group discussions 
encouraged in which 
propa~anda presL:.ntf'd through 
varlous llll·dia (tl \ lcvi~>ll)ll, 
records, tapes, photographs, 
t apt~ recordc r, f l 1 mf.~ , 
filmstrips, l·t<:.) ls 
evaluated and questioned, 
including reactions to 
loaded words, analogies, 
slogans, sarcasm, patriotic 
appeal and status appeal? 
A variety of means should be employed 
to assess listening. 
1. In what ways are non-verbal 
re~ponses used to ~ssess listenin~? 
a. Through facial expressions 
and hody language. 
b. Through reactions to music, 
narrative records and 
storytelling. 
c. Through peer conversations. 
d. Through reactions to sounds 
of different intensity, 
pitch and rhythm. 
e. Through constructions based 
on oral instructions. 
f. Through ability to play games 
or perform job responsibilities 
based on oral directions. 
g. Through visual i1nages which 
may accompany language. 
2. In what ways are students' 
acquisition of concepts and 
meanings assessed? 
a. Through interaction with 
peers. 
b. Through observation of large 
and small group discussions. 
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c. Through students' graphic 
illustrations, art work, 
written work, science 
experiments or other 
constructions. 
3. In what ways are non-classroom 
experiences used to assess 
listening? 
a. From the playground or street 
play. 
b. From reactions to televison, 
radio or movies. 
c. From related information by 
parents, siblings, peers. 
d. From stories about family 
experiences. 
4. In what ways are verbal responses 
used to assess listening? 
a. Through oral retellings. 
h. Through written reactions. 
c. Through dramatic activities 
such as role-play and puppetry. 
5. How are individual conferences 
with students used to assess 
growth in listening? 
Students must be involved in 
developing lear11ing objec.tives. 
1. How arc students involved in 
setting new goals? 
2. How are students involved in 
planning group experiences for 
listening? 
3. How is the student involved in 
planning individual listening 
experiences? 
Speaking activities m.ust attract and 
involve students. 
1. In what ways are students who 
are not yet proficient in writing 
permitted to use speaking as the 
major medium for conununication 
and learning? 
2. What is done so that speaking 
• experiences involve more time in 
the classroom than writing 
experi-enCE;!S? 
3. What is done so th.at students 
have opportunities to select and 
plan • v ,ari.ous kinds of oral 
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the curriculun1 including language 
arts? 
Students should be encouraged to use 
with dignity a variety of dialects. · 
1. Art! diverse dialects permitted 
in role-playing, folk singing, 
and storytell in_g? 
2 • 
3. 
How arc stud~~nts helped to view 
all dialect differences with 
rt:!S pe ct'! 
llow are students whose speech 
represents one dialect given 
opportunities to talk with 
language experiences arid settings? children and adults who speak 
other dialects? 
4. 
s. 
a. Are students involved in 
their choice of a\idience? 
b. Do students choose their 
subject matter for speaking? 
c. Do students choose the time 
for their own speaking? 
d. Are a variety of settings 
provided for speaking? 
What opportunities are there 
students to talk to other 
students as much as tl1ey talk 
with adults? 
for 
How does the program encourage 
sharing of ideas, experiences, 
and activities among students? 
6. Are role-playiug and creative 
drama integral parts of all of 
Speaking activiti,es should occur in 
curricular areas other than that of 
language art8. 
1. How are speaking experiences 
provided in the areas of social 
studles, science, humanities, 
and literature? 
2. What opport·unities are provided 
for students to talk about 
viewing experiences they have 
had both in and out of the 
school setting? 
Speaking expcrienceH must he based 
on how students learn languages. 
1. In what way does the program 
focus on the student developing 
language fluency rather than on 
concern for an arbitrary 
correctness? 
2. 
3. 
How are students give.n opportunity 
to interact frequently with their 
peers in speaking situations? 
How is the legitimacy of language 
diversity recognized? 
a. When students are talking, 
are they encouraged to use 
their own dialect without 
correction or rejection? 
b. What does the teacher do to 
understand children who 
speak a different dialect or 
language? 
4. What opportunities are there for 
students to speak informally 
more often than formally in the 
classroom? 
S. In what way does the teacher 
differentiate between speech 
problems and language difference? 
a. Are speech immaturities 
recognized and permitted to 
develop into adult forms 
without pressure? 
b. Are dialect differences and 
language differences due to 
foreign language influences 
recognized and respected as 
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the student's home language 
and not treated as a speech 
problem? 
Speaking experiences must be based 
on how students develop thought 
processes. 
1. 
2. 
How and when are students given 
time to consider the principles 
of effective discussion? 
In what ways are they given 
opportunities to implement these 
principles? 
3. How are students encouraged to 
plan questions which are 
appropriate for various 
situations? 
a. Are they given opportunities 
to ask questions about what 
they read and what they hear? 
b. Are they given opportunities 
to develop questions for 
interviews with peers and 
adults? 
c. Are they provided with 
opportunities to discover 
what kinds of questions are 
most appropriate for 
different settings? 
4. What opportunities are there for 
vocabulary growth to be a part 
of understanding concepts as 
opposed to learning meaningless 
labels? 
A variety of means should be employed 
to assess sp.eaking. 
1. 
2. 
What procedures are there to 
keep samples of students' oral 
language over a period of time 
to establish growth? 
How are conferences with the 
individual student used to 
assess growth in speaking? 
3. How are observations of the 
student's interaction with 
peers observed? 
4. How is the use of oral language 
by students observed? 
a. In front of the whole class. 
b. With one other student. 
c. Within a s.mall group of 
students. 
There must be reading materials 
available for a range of reading 
abilities, interests, tastes, and 
racial and cultural backgrounds. 
1. What materials or help is 
provided in selecting and 
purchasing a wide variety of 
materials? 
2. How are students involved in 
selecting a variety of materials? 
3. Are there textbooks available 
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READING 
d. With an adult. 
e. Behind a stage or puppet . 
f. In play, game or sport 
situations. 
g. In formal learning 
situations. 
Students must be involved in 
developing learning objectives. 
1. How are students involved in 
setting new goals? 
2. How are students involved in 
planning group experiences for 
speaking? 
3. How is the student involved in 
planning individual speaking 
experiences? 
for resource material in content 
areas such as history, science, 
mathematics, music, and art? 
4. In what way are trade books 
given as significant a role in 
the reading program as basal 
texts where the latter are built 
into the curriculum? 
S. In what ways is children's 
literature given a significant 
role in the reading program? 
, . 
Reading must be interesting and 
enjoyable to the individual student. 
1. How are students involved in 
sharing their responses to 
reading with others to stimulate 
others to expand their reading? 
2. In what ways does the teacher 
motivate students to broaden 
reading experiences? 
3. How is sufficient ti.me provided 
so each student can become 
involved in silent reading? 
4. How are opportunities for 
sustained silent reading planned 
and carried out? 
5. In what ways are magazines, 
newspapers, and other non-book 
reading materials used in the 
school curriculum to make reading : 
a current and vital process? 
6. How docs the program provide for 
self-selectlon of both reading 
experiences and reading materials? 
7. How are materials written by 
students used as part of the 
classroom reading materials? 
8. What opportunities are there for 
sharing what has been read? 
A variety of reading opportunties 
must be provided. 
1. What provisions are made so that 
plays, radio scripts and other 
drama forms arc part of the 
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reading program? 
2. How arc chor.ic reading and other 
3. 
4. 
kinds of unison or assisted 
reading part of the reading 
program? 
What is done to assure a variety 
of audiences for oral reading? 
How are televised productions 
planned to be a part of a 
reading-viewing program? 
Reading experiences must be based on 
how students learn language. 
1. What provisions are made for more 
silent reading than oral reading 
as students progress through the 
grades? 
2. Is oral reading used only for a 
specific purpose? For example: 
a. Wh·en a reader wishes to 
describe a situation or 
event? 
b. To interpret a character or 
a characterization? 
c. To support or elaborate ideas 
during discussion? 
d. To read words which are 
vivid in imagery? 
I 
e. For diagnosis by the teacher? 
3. When students read orally are 
they pennitted to use their own 
dialect? · 
4. How arc the reading materials 
selected so that they represent 
a variety of language styles and 
dialects? 
Reading experiences must be based on 
how students develop thought 
processes. 
1. When informal materials are 
used, what non-reading 
experiences are provided as a 
basis for extending concepts 
and vocabulary prior to reading? 
2. Is there opportunity to extend 
and expand on new concepts 
througl1 many viewing experiences 
in addition to reading, such as 
films, filmstrips, television, 
taking pictures with a camera, 
and microscopes? 
3. What experiences are provided to 
permit students to apply the 
knowledge acquired through 
reading to non-reading situations? 
4. What experiences are provided to 
encourage students to integrate 
previous knowledge with what 
they are reading? 
S. What experiences are provided so 
that students can question, 
challeng.e and critize the 
authenticity and accuracy of 
written materials? 
60 How are students helped to use 
reference materials, libraries, 
guides, signs and other practical 
written material whenever they 
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fit naturally into the learning 
experience or curriculum? 
Students must be involved in 
developing learning objectives. 
1. llow are Htudents involved in 
setting new goals? 
2. How ar(' students involved in 
planning group experiences for 
rt"\adf ng? 
3. How is the student involved in 
planning in<liv.Ldual reading 
experiences? 
A variety of means should be used to 
assess reading. 
1. What opportunities are there for 
students to read without the 
teacher's help to · discover what 
a reader can do independently? 
2. What procedures are there to keep 
samp1.es of students' reading over 
a perJo~ o·f time to establish 
growth? 
3. How arc individual conferences 
with students used to assess 
reading? 
4. How is comprehension used as the 
main criterion for assessing 
reading'? 
S. In what ways are non-paper-pencil 
responsf\s used to assess readi.ng? 
a. Through ahllity to dramatizt.· 
from reading? 
b. Through following written 
directions? 
c. Through carrying out 
experiments? 
d. Through construction following 
written directions? 
e. Through following cooking 
recipes? 
f. Through sharing reading 
experiences with others? 
6. What variety of options do 
students have to share books 
with others? 
7. How are reading experiences at 
home or in the library used in 
Writing activities must attract and 
involve children. 
1. In what way are writing 
experiences built upon oral 
language activities? 
2. What plans are there f~r many 
and varied writing experiences? 
3. How is the program organized so 
that students are permitted to 
write when they want to? 
4. What provisions are made so that 
students have the right to keep 
their writing private if they 
wish to do so? 
S. In what ways do students share 
their writing with others when 
WRITING 
reading assessment? 
8. How are judgments about a child's 
reading made primarily from 
silent reading assessment? 
9. What is done to consider errors 
"" . 
' in oral reading only if they 
disrupt the meaning of the text? 
10. If oral reading is used to 
assess dramatic or expressive 
oral reading, what kinds of 
opportunities do the students 
have. to read the material 
silently and to practise prior 
to the assessment? 
they wish to do so? 
5. In what ways do students share 
their writing with others when 
they wish to do so? 
6. How are students' responses to 
literature used for creative 
writing? 
7. How are art and music used to 
stimulate or to accompany 
creative writing? 
8. How are various media used in 
conjunction with creative 
writing? 
9. What opportunities are there 
for children's writing to 
include both practical and 
creative expressions? 
10. How are children involved in 
the editing process? 
11. What opportunities are there 
for children to see their own 
writing published at least in 
classroom style? 
A variety of writing experiences 
must be provided. 
1. How are student logs encouraged? 
2. What time is provided so that 
teachers can respond to logs 
and other writing experiences? 
3. What options or ideas are 
available for children to write 
about? 
4. How are children encouraged to 
use their own ideas for writing 
even though a standard kind of 
assignment has been made? 
S. Are products of children's 
writing not copied unless the 
students want to for the purpose 
of sharing? 
When teachers have students with 
dialects differ.ent fron1 their own, 
they must take this into account 
when thinking about the growth of 
the child in the areas of syntax, 
usage, mechanics, spelling, etc. 
1. How does the teacher encourage 
children whose writi11g reflects 
a knowledge of the rules of 
their own dialect? 
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2. How are students encouraged to 
write tu tnany styJes and to use 
a variety of language structures? 
3. How i.s discussion about language 
planned so students understand 
it as an area of discovery, 
exploration and inv.entiveness~ 
not as something which has a 
prescribed set of rules? 
4. Arc students who demonstrate 
they can spell the specified 
word8 or writP in the appropriate 
style t'Xcludcd from lL~ssons 
relatt·<l to such skills? 
Students must always write with a 
purpose in mind. 
1. What cf forts are made so that 
students always write with a 
purpose which they understand? 
2. Bow arc stu<lcnts involved in 
SQtl.ing their own purpose s for 
wrlting? 
3. llow are children introdu.ced to 
a variety of appropriate writing 
styles to use at times when they 
are needed to help achieve 
specific purposes? 
4. What different kinds of writing 
experiences are encouraged? 
For example: 
a. Die tat ion 
b. Writing directions 
c. Reporting 
d. Story writing 
e. Letter writing 
Writing experiences must be based on 
how students learn language. 
1. How is the time spent on writing 
activities related to the 
children's ability to write? 
2. Is more time spent on writing 
as a process than on the 
mechanics of writing (handwriting, 
punctuation, spelling, granunar)? 
a. Are handwriting and spelling 
programs integrated and 
related to writing 
experiences? 
b. Are handwriting, spelling, 
punctuation and grammatical 
activities for practice of 
specific skills used only 
for students who provide 
evidence that they are 
having such specific problems? 
c. In what way does the 
handwriting program focus 
on legibility for the sake 
of communication rather than 
on exact reproduction of 
models'? 
d. Is editing and rewriting 
encouraged only when there 
:is a stated purpose for 
final copy'! 
3. Are the students always 
enc.ouragcd to express their 
ideas in writing and not stifled 
by concern for mechanics? 
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4. Are students encouraged to use 
a variety of styles and 
structures and to experiment 
with forms as they write? 
Writing experiences must be based on 
how students develop thought. 
1. What opportunities are there 
for students to get feedback 
from peers and other adults, as 
well as teachers, in relation 
to the ideas written? 
2. How is the student encouraged to 
use writing to express reactions 
to ideas - to criticize, to 
compare, and to question the 
fdeas of others? 
3. What opportunities are there 
for students to express themselves 
in writing in all areas of the 
curriculum? 
4. How are students helped to write 
formal reports which are based 
on actual experiences? 
S. What opportunities are there for 
students to talk about what they 
will write about? 
Students should be encouraged to 
participate in creative writing 
frequently. 
1. Are there opportunities for 
writing to take place daily? 
2. Are students given opportunities 
to share their writing with 
others only if they wish to do 
so, and get reactions to their 
ideas? 
3. What suggestions are provided to 
encourage students to write 
personal feelings and opinions? 
A variety of means should be employed 
to assess writing. 
1. What procedures are there to keep 
samples of students' writing over 
a period of time to establish 
growth? 
2. What is done to focus the 
evaluation of writing so that 
teachers react mostly to students' 
ideas? 
3. How are informal pupil-teacher 
conferences used to encourage 
freedom of expression and to 
stimulate ideas? 
4. What is done to assure that 
mechanics of writing are 
evaluated only in terms of a 
final copy? 
5. How are initial baselines 
established for each child for 
continuous development in 
spelling, handwriting, 
punctuation and other mechanics? 
Students must be involved in 
developing learning objectives. 
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1. How are students involved in 
setting new goals? 
2. How are students in·volved in 
planning group experiences for 
writing? 
3. How is the student involved in 
planning individual writing 
experiences? 
PART THREE 
-
Try This:From the Division of Instruction 
SAMPLE TEST QUESTIONS 
(School Districts are encouraged to form an Elementary School Language 
Committee to prepare a bank of sample test questions and to work on every 
aspect of language evaluation.) 
~;am u I P T PA t O tu .. H t. I on~ i 
.. -··-· ~........ ... __ ._. __ ..,....._ ... c.:.: ....... _._. _ ........ ____  
Sample Questions to test comprehension 
at literal, interpretative, and 
reaction levels. - Grade IV 
I. Read the following selection and 
write sentences to answer the 
ten questions listed below. 
A lion, tired with hunting, 
lay down to rest under an oak 
tree. While he slept, a little 
mouse ran across his back and 
woke him. In anger, he jumped 
up and clapped his paw on her. 
He would have put her to death 
right then, but she begged for 
mercy in a pitiful way. She 
told him that although he was 
king of beasts, perhaps she would 
be able to help him some day. 
The lion was so taken with the 
mouse's friendly manner that he 
let her go. He laughed, however, 
because a little mouse was bold 
enough to thi.nk that she could 
help him. 
A few days afterwards, while 
hunting in the forest, the 1.ion 
was caught in a net which had 
been put there to trap him. ·ne 
fought and struggled, but he was 
unable to escape. The net held 
him fast, and the lion set up a 
loud roar. 
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The 1 it l l.t.· IUOUSC t hear lng the 
loud roar and knowing it to be 
that of her friend, ran to the 
place. She told the lion to 
have no fear, and began nibbling 
at the cords of the net. These 
were strong, but the teeth of 
the mouse were as sharp as steel. 
Soon the cords were chewed 
through and the great lion was 
set free by the little mouse. 
questions 
1. 
2. 
3. 
4. 
Why was the lion 
Why did the lion 
Why did the lion 
go? 
Why did the lion 
at the mouse? 
tired? 
catch the mouse? 
let the mouse 
laugh so hard 
5. How did the mouse know that the 
lion was caught in a net? 
6. How did the mouse free the lion 
from the net? 
7. Why did the mouse help to set the 
lion free? 
8. Choose a title for the story. 
9. Use the word "clapped" in a 
sentence in which it has ~ 
different meaning from that used 
in the story. 
10. Do you like this story? In your 
answer write why you do or do 
not like it. 
Sample Questions to test comprehension 
skills involving following 
directions, making comparisons, and 
personal reaction. - Grade V 
II. Read the following selection 
and write sentences to answer 
the ten questions listed below. 
Secret Messages in Invisible Ink 
Would you like to know how to 
send secret messages to your 
friends? There is an easy way 
to do this. All you need is 
ink that cannot be seen after 
it dries. Only your friends 
will know how to make your 
invisible ink appear. 
You will need the following 
things to write a secret 
message: a juicy lemon, a pen 
with a clean point, and a sheet 
of plain white paper. 
The first thing to do is cut 
the lemon in half. Now dip the 
pen point into the lemon juice, 
which serves as the invisible 
ink. Write your secret message. 
When the lemon juice dries, the 
words will be invisible. No 
one will be able to see what 
you have written until the 
secret method ls used to make 
the "t.nk"' vl!i· lhlt·. 
After a friend receives your 
secret message, he must hold 
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the paper over a lighted 
electr.i.c bulb for a few minutes. 
The heat from the bulb will make 
the words begin to appear on the 
paper. Th.e message wi 11 look as. 
i.f it were wrltten in hrown ink. 
This is the secret method of 
mnkitlg invisible J.nk become 
v ls ib le. When you l1se :inv is.lb l. e 
ink, you and your friends can 
have fun sending hidden messages 
to one another. If anyone finds 
your notes, he will not be able 
to see any writing on the p,aper. 
He wlll wo.nder how you are able 
to read a message from a blank 
sheet. It would not be wise to. 
send such messages at school, 
however, because your teacher 
know·s th:e secret too. 
qu.estions 
1. List all the things needed for 
writing a secret message. 
2. List all the steps that must be 
tak.en in preparing the message. 
3. Describe what the person who 
receives a secret message must 
do in order to read it. 
4. State two ways in which. writing 
a secret message is the same as 
writing an ordinary one. 
r>. Stntl~ two wuys ln which It. 1~~ 
quite different. 
6. Why are people unable lo read 
7. 
8. 
9. 
your messages unless they know 
your secret? 
Why is it not safe to heat the 
paper over a fire? 
Why is it not wise to send 
secret messages at school? 
Write one good reason why 
anyone would want to send a 
secret message to another 
person. 
10. The article tells us that it 
is important to follow 
directions carefully. When 
else is it important to follow 
directions before acting? 
Sample Questions to test creative 
thinking by predicting an ending to 
a story. - Grade IV 
III. For the first time David and 
Susan were spending the evening 
by themselves at their :>ummer 
cottage. Their parents had 
gone visiti.ng in town and were 
going to return very late. The 
children had no dog and they 
were all alone. 
The sun set and night came 
on, bringing a stillness they 
had never noticed before. The 
children listened to the 
strange, distant sounds -
clucks, gurgles, whistles, the 
croaking of the frogs, the 
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. ·-··- .. ---
laughter of the loons. 
Suddenly there was a noise 
outside the back door, a loud 
noise, different and alarming. 
Something was at the garbage 
can! What could it be? 
David and Susan looked at 
each other in dismay. Was it 
a tramp? Perhaps even a bear! 
The garbage can rattled again. 
David grabbed a flashlight 
and rushed around the outside 
of the house to look. He shot 
the beam at the garbage can, 
and a small head with shining 
eyes in a black mask popped up 
and turned towards him. 
Something to do 
1. Write an ending to this story. 
2. When you h.ave completed the 
story, give it a title. 
A passage to te.st cotnprehe·nsion. -
Grade V 
IV. Read this selection carefully. 
How to Catch Cooked Fish 
Iceland is a s1nall island 
39 
on the edge of the Arctic Circle. 
In the winter the island is 
covered with ice and snow. It 
is surprising to see hot springs 
of water burst through this ice, 
and farm hundreds of mountain 
streams - most unusual 
mountain-streams. 
At the bottom of these 
streams the water is icy cold, 
but the water at the top comes 
from the steaming springs and 
is boiling hot. As it flows 
along, it bubbles and boils 
like a witch's kettle. 
When a fisherman throws his 
line into one of Iceland's 
mountain streams, the bait sinks 
into the chilling water deep 
below the surface. There it 
remains until a fish sees it. 
The hungry fish then grabs the 
bait in its mouth and tries to 
swim away. The fisherman, 
feeling the sharp tug, draws in 
his line. Slowly and carefully 
he reel.s it in until the hooked 
fish aln1ost reaches th.e surface 
of the water. Then he lets the 
fish hang for a few minutes in 
the boiling hot water. When 
the fisherman finally pulls his 
line out of the water, the fish 
is cooked and ready to eat. 
Answer these questions about the 
above selection: 
l. 
2. 
3. 
4. 
s. 
6. 
Whv does the fish grab the line? 
.. 
Why docs the fisherman let the 
fish hang in the boiling water? 
Why is the water hot near the 
to·p of the streams? 
Why do the fish stay in deep 
water? 
Make a list of the five steps 
the fisherman tak.es in order to 
catch cooked fish. List the 
steps in the correct order. 
Fron1 what you have read in the 
above selection, how would you 
describe Iceland to your friends? 
Testing the skill of creative 
thinking in predicting an ending to 
a story. - Grade V 
V. Carefully read the beginning 
paragraphs of the story printed 
below. 
Butch always harked when he 
wanted to go out. He harked 
when he was hungry. He barked 
whenever he saw a cat. Now he 
was barking in the middle of the 
night, and he had wakened the 
whole family. 
"Be quiet, Butch!" said 
Father. "You can't go out now." 
Everyone tried to go to sleep 
again, but Butch bounded up the 
stairs barking. 
You have just rea<l the 
beginning of what could become 
a very exri.t ing story. Complete 
the story and give it a name. 
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Testing on the Cloze Procedure. 
24 Blanks Grade V 
VI. This is a cloze test. You must 
fill the blanks with words that 
give meaning to the story. 
The wind and the sun were 
talking 
--------
one day and 
boasting about how 
-------
they 
were. "I'm stronger than 
-----
are," said the wind. 
The sun smiled and replied, "Oh, 
no, I'm stronger you." 
------
This sort of talk on 
------
for some time, and the 
------
sun nor the wind would 
------
in and admit that the other was 
• At last they decided 
that they must a 
contest to find out which of 
really was the 
stronger. They agreed to try their 
--------------- upon the traveller 
who was along a nearby 
road. The one who could 
-----
the traveller take off his coat 
would be the winner. 
The wind the 
contest. He blew cold blasts and 
storms and poured 
------
of 
rain and hail. He raged and howled, 
but not make the 
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traveller off 
his coat. Instead the man 
his coat mor.e 
----------
about him. 
Then it was the sun's 
to show his 
strength. The sun smiled and 
chased the cold 
clouds. He sent down bright, 
rays on the cold, 
wet traveller. Soon, the 
traveller beca_me quite • 
----
He took off his coat, put it 
over his , and 
--------
continued on his way. 
Testi.ng on the Cloze Procedure. 
Grade IV 
VII. This is a cloze test. You must 
fill the blanks with words that 
give meaning to the story. 
The best time to 
e:irthworms i H a n lghl, 
---·----
a cool, damp 
night. That's 
they come up from 
------
burrow to hunt for food. 
Earthworms don't 
to he in the sun. That's 
because breathe 
----·---
through their skin, and they 
can't if their 
gets too dry. 
So they try to stay 
1.n thP earth wh11e the sun 
out. 
42 
VIII. Testing on the Cloze Procedure 
Grade IV 
Sometimes collectin.g strange 
things in a 
family. Elizabeth Prall was 
-------
Queen of 
Collectors for collecting 
thousands buttons. 
Then her Uncle Luke 
-----
to collect pieces of string. 
He voted King 
of Strings. He 
------
the pieces together, and 
-------
four years he 
had a 150 kg. ball of 
• If the ball 
were , the string 
------
would probably 
-------
for at least 60 km. 
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IX. Making a SuIDID;ary of a Select.ion 
Grade V 
A summary tells the main facts 
and leaves out the less 
important details. Make a 
summary of the selection below: 
The Courage of Laura Secord 
Many years ago, Canada and 
the United States were at war. 
American soldiers crossed into 
Canada near Niagara Falls and 
forced people to open their 
homes so that the invaders 
would have a place to sleep. 
One of the homes they took over 
was that of James Secord, a 
Canadian soldier who had been 
wounded fighting for his 
country. Secord's wife, 
Laura, was n brave woman who 
was always ready to do all she 
could to help the Canadian 
soldiers. 
One night the Americans 
who were staying at the 
Secord home were talking 
among themselves. Laura 
heard them discussing plans 
to attack Beaver Dam, a 
Canadian outpost about twenty 
miles away. She knew that 
there were very few men at 
Beaver Dam, and that their 
leader, Lieutenant Fitzgibbon, 
would have little chance 
against a surprise attack by 
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the Americans. He had to be 
warned! 
At the first light of 
morning, Laura Secord set off 
from the house, driving a cow 
before her. When she came 
to the American guards, she 
said that she was taking the 
cow to her sick brotl1er so 
that he 1night have some milk. 
The guards let her pass. 
As soon as she was out of 
sight of the guards, Laura 
Secord left the cow to 
pasture and hurried on her 
way. It was not an easy 
journey; the path led through 
bush and swamps, and in one 
place she had to cross a 
stream by crawling along a 
log. 
At nightfall Laura came 
upon a group of Indians who 
took her to Lieutenant 
Fitzgibbon. When he heard 
that the Americans were 
planning L C attack his outpost, 
he quickly sent for some 
soldiers to help. The at t ack 
was not the surprise the 
Americans had hoped for; the 
Canadians were ready for them, 
and were able to win the 
battle. Because of the 
bravery of Laura Secord, the 
plans of the Americans had 
failed. 
X. Carefully read the following 
selection from your Grade V 
Science textbook. When you 
have finished reading, 
answer the summary of the 
article. You are reminded 
that a summary gives the main 
facts and omits the less 
important details. 
Once we use coal, petroleum, 
or natural gas, they are gone. 
After they are all gone, what 
will we use to heat our homes? 
To run our automobiles? 
Fossil fuels took a very 
long time to form! 
As we pump water out of 
the ground, water from rain 
and snow takes its place. 
But if we pump it out faster 
than it is replaced, what 
will happen? 
When we mine aluminum or 
iron ore, there is that much 
less left in the ground. 
Then, if we throw away empty 
cans, what becomes of the 
aluminum or iron? 
This does not mean that 
we should stop using 
materials from the earth. If 
we did · that~ we would not be 
able to live in comfort and 
health. We could not take 
trips, play sports, or even 
go to school! 
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The supplies of most 
earth materials will last 
for many years to come. But 
we must not waste them. The 
people who will live after 
us will need earth materials 
too. 
Whenever possible, we 
should use materials over 
and over again. For example 
aluminum, iron, and glass 
can b~ melted again and t1se<l 
to n1akc new things. 
The wise use of matl.~rials 
is part of a good way of 
living. It is conservation. 
Questions 
1. Can you give a title to the 
above selection? 
2. What can you and your famlly 
do to help in conservation at 
home? 
3. What can you and your 
classmates do to help in 
conservation at your school? 
4. List two things the Province 
can to do conserve its 
resources. 
Grades IV or V 
XI. Find, and copy on your test 
paper, words in the passage 
below that mean the same as: 
front legs a group of people 
powerful curved 
curved high and sharp 
shining sound 
exposed foam formed in 
sweating 
back the back part 
Alec heard a whistle--
shrill, loud, clear, unlike 
anything he had ever heard 
before o He saw a mighty 
black horse rear on its hind 
legs, its forelegs striking 
out into the air. A white 
scarf was tied across its 
eyes. The crowd broke a11d 
ran. 
in 
White lather ran from the 
horse's body; his mouth was 
open, his teeth bared. He was 
a giant of a horse, glistening 
black--too big to be pure 
Arabian. His mane was like a 
crest, mounting, then falling 
low. His neck was long and 
slender, and arched to the 
small, savagely beautiful head. 
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PART FOUR 
An Evaluation Resource Book (Under Development) 
SAMPLE TEST QUESTIONS 
*ADAPTED FROM NELSON CANADA'S EVALUATION RESOURCE BOOK 
(UNDER DEVELOPMENT) 
l. Rca<l this story hefore answering 
the questions that follow. 
The old streetcar rumbled along 
Queen Street in the Sunday morning 
sun. Bill and Greg sat near the 
back of the car, with the carefully 
folded kite lying across their laps. 
lt had taken them almost all 
day Saturday to make the kite and 
their parents had agreed to let 
them take il to the beach that day. 
~1en it was unfolded and ready to 
fly, it was almost five feet long. 
One side was red, the other side 
was yellow. Bill held the colourful 
tail in his hand so none of the 
other passengers would step on it 
by mistake. 
"Look!" Greg sa.ld. "There's 
. 
the lake!" They both looked out 
the window of the streetcar ·to see 
the sun sparkle off the tops of 
the 11.t tle waves far out in I ... ake 
Ontario. There were sa.ilboats 011 
the lake, their sails puffed out 
a11d straining in tl1e fresh and eager 
breeze. 
"Looks like a good wind," Bill 
said. "How high do you tl1ink we 
can get it to fly?" 
"Dad says he got five hundred 
metres of string," Greg answered. 
"That should be enough." 
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At the next stop they got off 
the streetcar and walked toward 
the lake. Greg held the kite 
tightly in his arms and Bill 
followed, holding the string and 
the tail. He laughed a little to 
himself as he walked along to see 
the tail flutter in the gusts of 
wind like a leaf falling from a 
tree. 
As they got closer, they saw 
the beach crowded with people. 
"t .. ook at them all!" Greg gasped. 
Far down the beach, to the east and 
to the west, people were enjoying 
the warm sun and cool wind off the 
lake. Some of the people were 
lying in the sun, some were walking, 
some were playing football or soccer 
in the sand, and there were scores 
of people flying kites. Bill and 
Greg stopped for a moment to watch 
the other kites. 
They strained their necks and 
eyes upward to see the kites 
reeling and swooping like giant 
wildly-colour~d birds. As the 
kites da11ced in the wind, cautious 
seagulls flew up to investigate 
and join the fun. 
The two boys stood watching 
silently for a few moments, then 
Bill spoke again. "Won't we need 
a lot of room to get it up in the 
air?" 
"Don't worry," Greg said. "My 
brother told me it's less crowded 
further down. C'1non, let's go." 
They walked down the beach away 
from the crowds. Soon they had 
left most of the people behind and 
had plenty of room. 
"This looks like a good place," 
Greg said. "Let's try it here." 
They sat down to get the kite 
ready. Greg unfolded the bright 
tissue paper and slid the crosspiece 
into place, tying it securely with 
a piece of string. The kite lay on 
the sand before them. 
Are you ready?" asked Bill 
excitedly. 
"All set," Greg said. "Give me 
the string, and you ho14 th~ kite. 
We'll run until a good gust of wind 
comes along, and then you let go." 
''Okay," said Bill. He picked 
up the kite and held it as high as 
he could, and held the tail in his 
other hand. Greg unwound a few 
metres of string. 
"Ready?" he asked. 
"Ready;" Bill answered. 
"Okay," Greg said. "Let's 
start running and you let go when 
I say." 
They ran toward the lake, into 
the wind. Bill could feel the 
. 
wind tugging at the kite as they 
ran. 'fhen Greg felt a stror1g gust 
in hls face. 
"Now!" he ye 1.J e<l, st ill 
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running.. "Now! Let go ! " 
B i 11 1 t~ t go , and Greg ran w i t ! : 
the string as fast as he could. 
Slowly thQ kite beg::in to r.ise 
above their heads. 
''It's flying!'' Bill yelled, 
laughing. "Look! It's flying!" 
Greg stoppc~d running, and the 
hall of string spun around in his 
hands as the wind pulled the kite 
higher and 11igher. 
Up and up it soared, far above 
Greg and Bill laughing and yelling 
on the beach, far above all the 
people, far above the trees. It 
dived and whee.led and soared like 
a bi.rd that had just been set free. 
It played in the wind, looking 
down over the patterns the wind 
made on thf~ shining lake. It 
tugged at the string in Greg's 
fist for more freedom. 
"Yot1 take :it for a while, 
Bill," Creg said, handing him tl1e 
string. "But be sure to hold on 
tight. 1'hat wind is strong." 
Bill grabbed the string and 
let it out q11ickly until there was 
none l .eft. The kite took the 
string hungrily. They both 
watched as it experimented up and 
down, back and forth. lt was so 
l1igh up now, so far away, this 
small patch of rc:. .. d and ycl .low 
against the hlue sky. Bill. held 
the l as t. h 1 t. o f s t r in g t I . ~ h t l y i n 
h.ls f.i.st. He could hardly believe 
he controlled it with this tiny thin 
string in his hand. It was like 
holding a bird · on a leash, he 
thought. 
They watched it for a few more 
moments. They watched so intently 
they did not notice the others on 
the beach. They saw only the kite, 
and how like a bird i.t was, and how 
it tug~ed at the string in Bill's 
hand. 
''l think we should let it go," 
Bill said. 
"What?" sa i <l c:reg. 
"1 sal.d l think we should let 
it fly away. We can make another to 
keep; there's enough paper and wood 
left over at my house. I just think · 
.. " we should let this one go. . . 
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Greg looked up again, and saw 
it str~i~~ng against .Bill's hold, 
chasing the b.i.rds and following the 
breeze. 
"Okay," he said quietly, "let 
i :t go." 
Bill grinned and threw the 
string .into the • air. Above, tl1e 
kite paused for a moment, wheeled in 
a giant half-circle, and climbed 
higher and higher, up above the other 
kites, alone with the gulls and the 
wind. As they watched, it grew 
smaller and . smaller. Now it was just 
a tiny speck. Now it was gone, 
flying unseen and free above the 
tiny people and · the sparkling blue 
lake. 
Read each sentence below. If it says something that actually happened in the 
story check Column A. If it could be true in the story, but it is not actually 
said, Check Column B. 
A 
It actually 
happened. 
B 
It is not actually 
said, but it could 
be true in this 
story. 
- ------------~------~------------------------------------------------------ ·----
l. Bill and Greg had made.a kite. 
2. It. was hard to pul together. 
3. The boys had enough string. 
4. There we re many people on the 
beach. 
5. The bt~ach was less crow<led 
further -down. 
-------
6. It took very little effort to 
get the kite flying. 
7. Greg flew the kite first, then 
Bill flew itft 
8. The boys were thrilled with 
their kite. 
9. They let the kite go on purpose. 
10. The boys wanted the kite to 
be free. 
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A 
It actually 
happened. 
B 
It is not actually 
sal.d, but it could 
be true in this 
story. 
---.. ·~·--
----
__ ....,.. ____ _ 
... · 
Read the story and do the exercise 
that follows. 
Saviviq t~e Killer W~ales 
When Chief Jimmy Sewid was a 
boy, he lived on Village Island off 
the coast of British Columbia. One 
day he heard a big commotion coming 
from th.e direction of a nearby 
beach. Ile was curious to know what 
was happening, so he went to find 
out. 
Nearly all the people of the 
village were standing on the beach 
· wat c hing about fifty killer whales 
in the process of stranding 
themselves in the· shallow water. 
Everybody wanted to save the whales 
bu.t nobody · could think of a solution 
to the ~roblem. Their · first idea 
was t0 f rightcn the whal es away by 
spiashing the water. and shouting, 
. . 
· hut . that di.do' t work. 
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Then somebody suggested that 
they should ask for help f rorn the 
most aged man in the village, who 
was over a hundred years old and 
was well known to be a good 
friend of killer whales. The old 
man came down to the beach and 
stood in front of the whales, 
lifting his hands in the air and 
saying, 
"My friends, you are making a 
great mistake. If you stay here, 
the tide will go out and you will 
dry up and perish. Please, before 
it's too 1·ate, go back out to sea:" 
Immediately all the whales 
backed out into · the water and wen t 
off. 
Indians use this story to show 
their claims that when they talk, 
killer whales are able to underst and 
what they say . 
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Write the first three words of the sentence which tel.Js tl1at: 
1. The story takes place in the past. 
2. There was a lot of noise on the beach. 
3. Young Jimmy wanted to find out the reason for the no.isc. 
4. The whales were going to run aground on the beach. 
5. The man who spoke to the whales was the oldest man in the village. 
6" The villagers' fl.rst idea to help the whales had failed. 
7. The whales would die if they stayed on the beach. 
8. Indians say that killer whales can understand their speech. 
9w Whales must keep their bodies wet to survi.ve. 
-----------------~....-· 
10. Somebody suggested asking for help. 
.... 
In the following story 1 s.o.me words 
have been left _out. Imagine a. :wo.r.~ 
which · would best fit each space in 
I 
t~e story and write i~ in. 
Sam 
Sam was a big ginger tomcat 
with the loudest 
you have ever heard. We had always 
thought that he was the least 
adventurous cat in the world because 
ht• was quite to stay 
within the protection of our garden 
fence. I11side this territory he 
reigned as 
----------------' but outside 
he was turned into a nervous 
----------------
by every passing 
car. 
But that was before he had his 
big adventure. It all began when 
our son David moved to a new city 
sixty kilometres from our home in 
Halifax, and found that he had 
proble1ns with mi.ce in his k ltchen. 
It seemed a great idea for David 
to Sam for a 
weekend to get rid of the mice. 
Although Sam hated the drive, 
and panted and meowed pathetically 
all the way there, ht~ seemed to 
sett le down enough 
once he was on the firm ground of 
David's apartment. We went home 
expecting to pic k Sam .. up two . days 
later, so you can imagine our 
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when we received a 
call the next day from ·David saying 
that the mice had - but 
so had Sam. He had 
------
out while David was emptying his 
garbage across the hall, and 
despite a long search, no one had 
been able to find him. 
David did the usual things. He 
put notices around the apartment 
building and in the newspaper, 
offering a for Sam, 
and contacted the local Humane 
Society. After a week, when we 
had. just about given up hope of 
_ .ey~r seeing Sam again, we heard a 
at the door and a 
familiar meow, and there, looking 
very bedraggled &nd worse for wear, 
was Sam. Apparently he had walked 
the sixty kilometres back home to 
llalif ax. 
Different characters in a story 
may see the same events in very 
different v.: :-1:,. .. . The fallowing 
story is about a cat and a dog. 
Read the story. 
Then choose to be either thE~ cat 
or the dog and r e tell the · story 
-
to show how you feel. 
. ,. 
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A ·d·o,g and .c:at li·ved t:o-ge~ther in t ·h.e same house. T:h·e ·cat "Was t:he,re first. and 
then the do.g ar·rive.d. The do.g ke.p·t chasing the cat ou;t of 1t .he yard. Th.e ·Cat 
scr.atched the dog's nose.9 
.My F.eelings as a DOG 
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